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Introduction
The increasing ethnic and linguistic diversity of our society, as well as its changing role in a growing global economy, make it necessary for foreign language learning and teaching to go beyond oral proficiency training. Foreign language educators need to re-think the objectives of foreign language education at all levels. Seelye (1994) points out that "learning a language in isolation of its cultural roots prevents one from becoming socialized into its contextual use" (10), while Crawford-Lange and Lange (1984) state that "to study language without studying the culture of native speakers is a lifeless endeavor" (140) . If the ultimate goal of foreign language acquisition is genuine interaction with different cultures, then cultural competence is an essential component of language learning.
The shift in emphasis to the development of oral skills over the past decade has not been accompanied by an increasing awareness of the importance of consistently and persistently including a focus on the cultural components of language learning. It seems to be a matter of not having enough time to cover both linguistic and cultural information at the entry level of language classes. On the other hand, it is interesting to note that in the same time period we have really come to accept the critically important role that culture has to play in the language learning process. However, the question remains how to create a learning environment in which learners can gain both linguistic and cultural competence, preferably through exploration and personal experience.
Brief Review of the Literature on L2
Culture Teaching
For many years foreign language educators have expressed their concerns about students' lack of cross-cultural communicative competence. Omaggio Hadley (1993) points out that "American students' inadequate knowledge of the world is reflected not only in their lack of foreign language skills, but also in their general ignorance of basic information about other nations and peoples" (355) . This "ignorance" of other cultures is found not only in students but in teachers as well. It is clear that a change in students' attitudes toward other cultures is urgently needed. Language teaching and learning can effect that change.
The essential issues of what, how, and when to teach and assess L2 culture have been discussed and debated among researchers since the 1960s (e.g. , Brooks 1968; Lafayette 1976; Moore 1994; Nostrand 1974; Seelye 1994; Stern 1983; and Strasheim 1981, among others) . In addition, several theoretical frameworks and models, along with strategies for teaching culture, have been proposed and developed (e.g., Breslin 1993; Galloway 1984 Galloway , 1992 Meade and Morain 1973; Mydlarski 1979; Nostrand 1967; Seelye 1994; Lafayette 1978 Lafayette , 1988 . For instance, Byrnes (1991) encouraged L2 learners to "reflect on their expectations visa-vis the L2 culture on the basis of their C1 frame of reference" (210) while constructing cultural activities. Seelye (1994) points out the importance of setting instructional goals, procedures, and measurement for teaching L2 culture (363-64).
Also ongoing among researchers is the debate between teaching culture with "little c" and culture with "big C" (e.g., Allen 1985; Brooks 1971; Lafayette 1976; Seelye 1984) . The primary goal of teaching "little c culture" is to encompass people's traditions, customs, beliefs, behavior, and values, whereas teaching "big C culture" focuses on the study of the art, literature, music, history, and civilization of people through literary texts. The issue, perhaps, is no longer on "little c culture" versus "big C culture," but rather on the method of learning experientally rather than through memorization of facts. Teachers should avoid presenting L2 culture through a series of facts to be memorized. More importantly, the process of teaching L2 culture should focus on helping students understand and appreciate the target culture so that they feel comfortable to interact with native speakers.
In addition to the consideration of the idea of"little c culture" and "big C culture,"
there is the process of learning L2 culture that must be considered. Moore (1994) shows that true-false and multiple-choice questions continue to be used most frequently. Objective tests, however, cannot measure "the ability to put together one's experience and knowledge" (Nostrand 1974) . Often the objective tests lead to over-generalizations and stereotypical information (Seelye 1994) . In general, anecdotes-fragments of information about the target culture-have been recounted rather than "insights or awareness of the essence of a culture or society" (Moore 1994 ). Moore urges language teachers to design "more creative and imaginative teaching, testing and assessing for culture, since the teaching and learning of culture cannot be done in bits and pieces" (168).
In spite of many efforts and contributions from previous researchers, the need for a systematic and consistent approach to teaching culture is still unmet. How can we bring theoretical models into classroom practice? How can we evaluate cultural knowledge and awareness? There are no widely agreed upon answers to these questions. Construction of a portfolio may be an appropriate way to develop in foreign language students knowledge , understanding, and awareness of L2 cultures. The discussion that follows describes and investigates the use of portfolios and their effects on foreign language learning.
Overview of the Use of Portfolios
Portfolios have been considered as an effective instruction and assessment tool for L2 teaching and learning. According to Resnick and Resnick (1992) and Valencia et al. (1990) , portfolios are defined as any project that represents collections of artifacts of the student's learning experiences assembled over time. In general, three distinguishing characteristics of the portfolio are (1) student involvement, (2) evaluation and reflection of both the process and product of learning, and (3) work collected over time.
Portfolios can be used at all levels of instruction. The specific design and evaluation of portfolios depend on the actual purposes and objectives of learning and teaching. It has been recommended, however, that to best demonstrate the student's capabilities, portfolios should contain written and oral assignments, the student's selfevaluation, and documentation of the teacher's observation. Specific steps have been suggested for implementing portfolio use, including identifying the purpose of the portfolio, establishing the overall design and organization, selecting materials to be used, and choosing an evaluative strategy (Burke 1994) .
The effectiveness of portfolios has been demonstrated in various subject areas, especially L1 and L2 reading and writing (e.g., Gentile 1992; O'Malley and Pierce 1992; and Valencia et al., 1990) . The benefits to students are many. Portfolios may (1) support individual topics of interest, (2) train students to become independent and responsible for their own learning, (3) enhance learners' research and more complex higher thinking skills, (4) focus on the learning "process" rather than on the "product," and finally, (5) encourage students to reflect on their own learning progress. Portfolios are also beneficial from the pedagogical point of view. They are used to understand better the students' attitudes, knowledge, and achievement in the designated areas; to monitor the growth of students' knowledge of a determined content area; and to facilitate the teaching process and adjust instructional objectives. Individual meetings or interviews to discuss the portfolio help to improve the communication between teacher and student. Portfolios can serve not only as a pedagogical tool, but also as an authentic assessment measurement.
Authentic assessment strategies for foreign languages have been recognized by several states. One of the goals of New York State's Frameworks 2000 is that assessment include authentic, real world tasks, require higher order thinking skills, and provide multiple ways for students to demonstrate their knowledge, understanding, and skills in the foreign language (NYS Curriculum and Assessment Council 1993). In contrast, traditional norm-referenced tests fail to capture the authentic foreign language abilities needed in real-life situations. As a result, learners become passive recipients and targets of assessment rather than active participants in the learning process. The New York Education Task Portfolios provide students with a practical and meaningful way to gain both language and cultural knowledge, and offer many advantages to students. First, they evoke learners' interest by allowing students to focus on cultural components that interest students most. Second, the portfolio method leads them to investigate a foreign culture individually and in greater depth than they would be able to do in a normal teacher-centered classroom context. Third, selecting, planning, organizing, and producing a portfolio involves higherorder cognition as well as the four basic language skills (Moore 1994) . Thus, portfolios can serve several purposes simultaneously.
For instance, students may choose specific topics of their interest such as "Latinos en los EEUU," "La cocina mexicana," "Pablo Neruda," "Los Incas en Perti," or "Mujeres en el mundo latino." For the topic "Pablo Neruda" the student focuses on several aspects such as "La juventud/vida de Pablo Neruda," "Sus poemas y su estilo de escribir," or "Pablo Neruda y su pais: Chile." The student then searches for the information, reads and organizes the materials, and writes essays for each chosen aspect. The student shares the information about the topic with the class through oral presentations. Students ask questions, share their opinions, and make comments about the topic during oral presentations. Finally, the student compiles and self-evaluates the portfolio through the questionnaire provided by the instructor.
In brief, compiling a portfolio is learnercentered. The student is free to choose the topic. The student employs higher-order cognition as well as a combination of other language skills.
Several things need to be kept in mind when using portfolios in the intermediate language class. First, students' prior cultural knowledge needs to be measured in order to identify their strengths and weaknesses.
Second, portfolios should be used as a required part of the course. Third, the definition, purpose, content, procedure, and assessment criteria for the portfolio need to be carefully presented to students. When possible, samples of portfolios with different designs and topics should be available as models. Finally, the portfolio process needs to be reexamined periodically by the instructor.
The following section suggests ways in which portfolios can be implemented to develop and assess Hispanic cultural knowledge and awareness while improving communication skills in a classroom setting.
The Pilot Study
A pilot study using portfolios to develop students' Hispanic cultural knowledge and understanding provides several valuable insights into the process of acquiring a foreign language culture. The pilot study was conducted during a nine-month period. The sample group comprised all 52 students in Intermediate Spanish, both third-semester (Spanish 213) and fourth-semester (Span- The results of the test-which considers culture only in the form of factual knowledge-showed that students' cultural competence was lower than that of all their other skills (see Table I and II). During the semester, the instructor met with students to establish goals, select materials, compose tasks, and help them selfevaluate their portfolios in progress. It has been argued that formal and final observations should not be placed in the portfolio until they have been discussed with the student (Wilson 1994) . In this way students could identify both areas of progress and areas in need of improvement. A copy of a checklist, along with a self-evaluation scheme, was provided for students to be included in the final portfolio (Appendix B).
Resources During the semester, students were required to write three compositions about selected cultural topics based on their readings of supporting authentic materials. After receiving feedback from the instructor, they were expected to revise their compositions. Students made oral reports on the cultural aspects discussed in their compositions, so that oral skills could be reinforced and improved. The written scripts of these oral presentations were corrected beforehand by the instructor so that students would not memorize grammatically incorrect phrases. Each student in the class had to contribute a minimum of six ques-tions or comments after each presentation in order to ensure discussion, exchange of ideas, and learning.
In addition to the writing assignments and oral presentations, students made weekly journal entries about the videotapes and presentations given by non-foreign language faculty as regular components of the conversation workshop. Invited faculty from other departments attended the conversation workshop to speak on various topics related to Hispanic culture. Journal entries were part of portfolio assignments and were collected once a month. The instructor read the entries, providing feedback to students or/and answering their questions.
Grades for journal entries were not assigned until the end of semester. The final oral interview is an important tool for assessing the cultural learning through portfolio use. In addition to writing a self-evaluation, students had to answer a number of questions during the final oral interview. These were designed to gather more detailed information about the progressive accumulation of knowledge about a culture, as well as to learn whether students actually gained cultural knowledge and awareness (Appendix C).
The final interview provided the instructor with an important opportunity to observe what experiences of Hispanic culture that students had gained by means of the portfolio. Objective tests, it has been noted, often fail to measure precisely this ability to "put together one's experience and knowledge" (Nostrand 1974) . The use of authentic materials, improvement of cultural knowledge, as well as reading, writing, and speaking skills; change of attitude toward the target culture; the increase (decrease) of motivation to learn about culture as part of language acquisition-all examined repeatedly during the semester-could receive final assessment during this exit interview.
In sum, the final portfolio contained: (1) three compositions in both draft and revised forms, (2) the written scripts of two oral presentations, (3) journal entries for the conversation workshop, (4) supporting materials for the project, such as photocopies of readings with bibliography, audio and video tapes, (5) a final written report, and (6) a final oral interview. Each component was graded separately based on five categories: content, organization, language, style, and appropriateness (Part III of Appendix A contains details). The global grading criteria was used for each item. For instance, the final written report (20%) was evaluated based on the scale: Very good=20, Good=15, Fair=10, Poor=5.
Results and Discussion
The results of this study were based on the self-evaluation questionnaire and the final interview. Overall, students reacted positively to portfolios. Table III reports 5. I made an effort to prepare my portfolio. 6. My portfolio is comprehensible and interesting.
The results indicate that most students agreed that portfolios are an effective way to develop Hispanic cultural knowledge, and improve writing and speaking skills.
Virtually all students, 97.4%, agreed that the required portfolio helped them gain a practical knowledge of Spanish. Students also reported that they had made an effort to carry out the project and believed that the portfolio was interesting and comprehensible to them. A brief outline of the most salient results appears below. (Moore 1994) . Not only did students' cultural knowledge and language skills improve, but also their cognitive abilities because they had to select, organize, analyze, and summarize information during the process of compiling the portfolio. This particular portfolio design also allowed students to investigate specific aspects of Hispanic culture and to share information with their peers. Students felt that writing and revision of the scripts of their culture presentations helped them understand the target culture and language, and prepare for their oral presentations and final reports.
Students agreed that the opportunities to listen to similar topics from different presentations helped them understand better specific aspects of Hispanic culture, reinforced their listening skills and increased their knowledge of vocabulary. In addition, some students indicated that their listening comprehension and skills were improved through audio/video tapes and oral presentations, although they had difficulties in understanding some of the materials and presentations. Finally, writing weekly journals helped them reinforce their thinking and writing skills while processing the Hispanic cultural information acquired from the presentations.
Learning styles highlighted. A total of 7.7% of students claimed that they did not benefit from the use of portfolios. Students' individual learning styles, personalities, and motivation might help explain their reactions to the portfolio. For instance, some students pointed out their frustration at not being able to find sufficient information for the project and their anxiety when speaking in front of the class. A few students indicated that they were only interested in practicing and speaking more Spanish in class rather than learning Hispanic culture. Therefore, they were not motivated to gain knowledge of Hispanic culture. One of the main reasons for many students to learn a foreign language is to be able to communicate with others (Horwitz and Young 1991; Oxford 1990b ). The priority placed on improving communicative skills might explain the students' low interest in gaining knowledge of Hispanic culture.
Attitude and motivation changed. The construction of portfolios had a very positive effect on learning both Hispanic culture and Spanish language. As a result, students became more motivated and positive about language learning. During the final oral interview, some students expressed interest in traveling to Hispanic countries or joining the Spanish Club on campus so that they could communicate with native speakers and learn more about Hispanic culture. Students seem to have realized that learning culture as part of language acquisition can be more enjoyable than anticipated, although some of them found writing and speaking assignments difficult and challenging. Some students commented that while they did not see the significance of learning about culture at the beginning of the course, they had changed their minds and had begun to perceive the importance of being able to relate what they had learned about foreign cultures to their own culture. This seems to confirm the importance of attitude change and motivation for cultural learning (Seelye 1991) . In addition, students felt that they had been actually engaged in the learning process and were not just passive recipients of facts presented by the teacher.
Technological knowledge and skills gained. In addition, the technological resources from the Internet and other available resources on campus helped students examine specific cultural aspects closely. They found valuable Hispanic cultural resources on the Internet and learned how to use several computer tools (Netscape, Gopher, and Listserv) for the project. Students stated that they enjoyed searching for the cultural information through the Internet, and they gained research and technological skills, although they needed guidance and assistance at first. Some students suggested that both teachers and students needed to receive the appropriate training on how to access and apply the information from the Internet effectively. This study also confirmed Schneider's (1982) finding that substantial technical and pedagogical instruction is needed to achieve best use of the new technology.
Summary and Conclusions
Based on the data collected and available at this time, a number of conclusions can be drawn. Teaching L2 culture should be included in the curricular plan. The compiling of a portfolio is an effective means for developing and assessing knowledge of the target culture. Because of the large size of many language classes and the consequently limited time for cultural activities, teachers need a method for teaching culture that is efficient. Portfolios are a way to integrate language and culture in the classroom setting in a structure that provides opportunities for students to learn about foreign culture while using other skills-reading, listening, writing, and speaking. Portfolios encourage students to use authentic materials to investigate specific cultural aspects that interest them. The portfolio encourages students to reflect upon what they are learning in journals. While learning, they use higher-order cognitive skills. The portfolio also helps them become independent and "responsible for their own learning" (Moore 1994) .
This study provides a rationale for using portfolios for cultural learning with one example given to show how to organize a portfolio assignment. This study suggests the need for further research to find out how portfolios can be designed and developed for cultural learning in advanced courses. In addition, this study encourages teachers to assign students cultural topics in order to ensure the varied selection of aspects of Hispanic culture. Furthermore, it would be useful for foreign language teachers to have an exchange of ideas about portfolios so that more standardized procedures for teaching and assessing L2 culture could be elaborated.
Given the positive effects of portfolios on cultural learning as shown in this study, foreign language teachers should be encouraged to explore and experiment with portfolios in various content areas of language learning. Producing a portfolio involves higher-order cognition as well as all four basic language skills, thus making it possible to integrate language and culture in the classroom setting. Foreign language teachers, by means of the portfolio, have a more efficient way to encourage and assess the knowledge their students have gained of the target culture. 
